Distance learning is seen as the obvious answer for remote learners, and the use of online media is expected to overcome any access difficulties imposed by geographical distance. However, this belief may be obscuring our understanding of the role that location and individual circumstances have in shaping student experience. This paper explores the variation in experiences of remote rural students who study with the Open University (UK). The researchers found that perceptions of remoteness depended on geography, but were also relative to individual circumstances. With respect to students' sense of connection with university staff and peers, most mentioned their contact with their personal tutor. Networks with peers were less common, a matter of concern if peer networks are integral to fostering improved retention and progression. In this particular context, distance education may be playing an important and distinctive role for remote students by providing opportunities for connections with like-minded people.
Introduction
Distance learning is often seen as an obvious choice for many students with access limitations because it can provide higher education without the necessity for attendance at a campus, and geographically remote students are a case in point. However, little is known about the ways students in remote areas experience study, which could indicate their levels of satisfaction and show strategies to increase retention rates.
This may be because a focus on online learning within distance education as the best solution for all learners is obscuring our understanding of the range of contexts in which distance learning is experienced. This paper focuses on remote learners to illustrate this variation. The relationship between spatial remoteness and inclusion is often seen as an infrastructure and access issue with frequent reference to roads and broadband access (see, for example, Mason & Rennie, 2004) .
While this technical and location focus is important -as poor infrastructure within remote locales stifles development -the theory that students' learning experiences will be the same wherever they live if they can study online is unproven (Warren, 2007) . This paper describes a case study of students in the North West Highlands of Scotland. The researchers use the experience of remote rural students as a way to explore the variation in students' experiences of learning with the Open University, UK (OU). The researchers explore those experiences in relation to the students' sense of being remote and of being a student.
Academic Communities, Inclusion, and Access
Rural educational research is often based on particular sectors with a prominent focus on compulsory education and ongoing professional development for teachers or health care professionals. For example, the schools literature primarily from Australia and North America describes the experience of pupils that engage in blended or distance learning (for example, Lowrie, 2007; Hannum, Irvin, Lei, & Farmer, 2008) , or in Northern Europe, the experience of pupils within small rural schools and policy innovation for community schools (Kvansland, 2004) . The other main theme within the literature is ongoing professional development for teachers (Engestrom, Santo, & Yost, 2008; McQuaide, 2009) . Recent research within Iceland has studied the balance of online and face-to-face interactions within a postgraduate distance (blended) learning programme for rural teachers (Jakobsdóttir, 2008) . Policy and academic discourses on rural health converge on problems associated with the delivery of education in rural areas to promote recruitment and retention and to maintain appropriate professional standards. Academic interest within this area is most pronounced within Australia, North America, and Scandinavia (Godden, Heaney, & Farmer, 2007) , shown, for example, in the role of mentors helping to support the maintenance of skills and ongoing professional development for rural nurses (Mills, Lennon, & Francis, 2007) .
The bulk of literature on distance learning for remote students focuses primarily on instructional design and user experience (Ritzhaupt, Stewart, Smith, & Barron, 2010; Mason & Rennie, 2004; Rennie & Mason, 2005) . Overall, there is a sense that the development of fixed and mobile Internet infrastructure has meant that since distance learning has adopted online media, there is less need to be engaged with location or rurality. The tendency to see the Internet as something that offers equality of access regardless of location is ever-present in the literature (see, for example, Rennie, 2003) . A co-word analysis of North American distance learning journals with articles from Europe, North America, and Australia (Ritzhaupt et.al, 2010) found that computers have dominated distance learning literature since the late 1990s.
In Scotland, the government has invested heavily in the provision of digital infrastructure to improve Internet access within rural areas (Primrose & Fawcett, 2007) . In the early phase, Internet uptake in rural Scotland was higher than it was in urban Scotland (Scottish Executive, 2000) . However, the idea of broadband as an enabler that offers equality of access is questionable, and it may be the case that differences in uptake and infrastructure between locations accentuate exclusion (Galloway, 2007) . The result is that rather than leading to the "death of space," ubiquitous broadband reconfigures spatial relations (Rye, 2009) . Some parts of the economy and society become more integrated while others become more excluded, and this pattern is accentuated in rural areas (Grimes, 2003) . The unevenness of uptake between locations even where infrastructure is present implies that a more subtle approach to understanding "access" is required.
Rural communities are increasingly being recognized as complex and heterogeneous places, particularly in relation to the lives of "hidden rural others" and to questions of exclusion (Philo, 1992; Cloke & Little, 1997; Agyeman & Neal, 2006) . The hiddenness partly relates to the dispersed nature of comparative disadvantage within rural populations. The apparent hiddenness of rural deprivation, coupled with a perception of close social relations, can lead to situations where individuals are unable to access or are reluctant to seek help or advice. This means that educational outreach work and interventions suitable in an urban context, such as drop-in centers, may be less applicable and effective in a rural context (Shucksmith, 2000) .
Debates around exclusion often center on accessibility. Inherently geographic, they ask us to think about the location of individuals and of services (Gray, Shaw, & Farrington, 2006) . However, in rural areas the solution is not simply a matter of road improvements and subsidized bus services (Farrington & Farrington, 2005) . Access is spatial, but it is also relative to the individual (Farrington, 2007) . We must account for how accessible education is for different individuals as well. This understanding of access as relating to the individual and the individual's location reflects an increasing awareness within rural literature of the idea that rurality itself is subjective. This suggests that despite the apparent "evenness" of access afforded by a move toward online delivery, location is probably an oversimplification for distance learning provision.
The idea to conduct the research reported here was born out of concerns that the variations in student experience related to individuals' circumstances, and their locations may be overlooked. We use the context of rurality to explore this variation, and we apply a subtle understanding of what rurality is and what access means to rural students in distance learning. This case study of remote rural students set out to establish what factors influenced remote students' understanding and experience of studying with the OU.
Characterizing Rural Scotland
Scotland is one of the four nations that make up the United Kingdom. Although Scotland has always maintained an independent education sector, it has only had its own parliament since 1999. While Scotland contains only some 9% of the UK population, it is dispersed over an area which amounts to more than one-third of the total UK land mass, including four major clusters of inhabited islands. Over 90% of Scotland's landmass is predominantly rural. And while overall population density is low, it is highly urbanized with over two-thirds of the population living in urban areas. Figure 1 illustrates the distribution of urban and rural populations in Scotland. Scottish Government data on school leavers in rural areas show a relatively high percentage with Higher Education-level entry qualifications and a high percentage entering education or employment, but low participation in Further Education (technical and vocational) (Scottish Funding Council, 2009; Scottish Funding Council, 2010) .
While a relatively high percentage of people in rural areas have Higher Education qualifications (Scottish Government, 2009) , there are significant variations associated with migration. Key drivers of out-migration are limited local employment, limited local training, and participation in Further and Higher Education (Highlands and Island Enterprise, 2009 ). The idea that you have to "get away to get on" is supported by data collected in remote rural island communities, which show that 78% of those who leave will gain Higher Education qualifications, compared to 29% of those who stay. These leavers are primarily in the 16-24 age range. The report finds in-migrants' (including returners') households have higher incomes and tend to have higher educational qualifications than those who remain in the area (Hall Aitken, 2007) .
Supporting Remote Students at the OU in Scotland
The provision of support to remote students has been a concern of the university since its inception because of its mission to be open to all students, regardless of their situation. Catering to remote students is particularly relevant in Scotland, where approximately 20% of Scottish OU students are geographically remote.
Online systems have the potential to enable better access to a wider range of services for all as the systems themselves do not appear to differentiate between remote students and students elsewhere. These include administrative and operational systems governing applicant enquiries and course choice as well as access to Open Library services and online teaching systems.
Tutorial provision is both virtual and face-to-face, varying with the module and level of module. For example, on large population modules at entry, or level one (first year undergraduate), tutors are assigned geographically and may have a group of rural and remote students. Higher level (second and third year undergraduate) modules tend to have lower student numbers, which means tutor groups must cover a larger geographic area, so tutors can support remote and urban students in one group; some will hold face-to-face tutorials at study centers in the major cities where the majority of students are situated. Tutorial attendance is not compulsory, although students are required to travel to access exam centers at the end of most modules. However, in Scotland remote exam centers are provided for any students who live on the islands.
As the university moves away from face-to-face tuition, other forms of support are becoming more important. Telephone tuition has always been provided either one-to-one on demand or by arrangement with a group of students. However, online forums are increasingly used by tutors to keep in touch with their tutor groups of up to 25 students, and these complement the provision of plenary forums that provide course-wide discussion for several hundred students. Most recently, synchronous web conferencing via Elluminate is being adopted for the provision of online group tuition because it has the advantage of supporting common whiteboard and break-out rooms in addition to verbal communication and text chat options.
Research Methods
In order to gain a rich picture of the experience of remote and rural students, we chose a qualitative approach, including semi-structured telephone interviews followed by focus groups, with the intention of providing an in-depth understanding of the perspectives of remote rural students on their experience of study with the OU.
Sample Selection
An initial remote rural cohort within a unitary local authority area was identified using the Scottish Government's 8-fold indices of rurality (Scottish Government, 2010) . Using postcodes, we were then able to extract quantitative data about the cohort from information already held by the Open University in Scotland.
The area selected was a "very remote" rural area in the Highlands and Islands of Scotland. It is over 70 miles from the nearest study center for tutorial provision and urban facilities. Currently the OU has 62 students residing in the area. They were studying at a wide range of levels and discipline areas. We sought permissions from the OU to approach these students, and after an initial email contact and a subsequent mailing to 42 students, a sample of 20 students took part in the research (see Table 1 ). The demographic details included in Table 1 show that in relation to OU students in general and very remote rural students, the sample profile is slightly older and is more likely to be female, though gender ratios at the OU already tend toward female students (60/40). In terms of age, urban OU students peak in the 25-29 age group, whereas rural students peak in the 40-44 age group. This needs to be read in relation to the fact that remote rural residents themselves tend to be older; as noted earlier, many people migrate to access education and employment. However, in terms of numbers, the sample size is too small for qualitative analysis. We should also note that the profile of the sample is an accentuated version of the pattern observed when we compare all OU students in the study area with all OU students in Scotland. One final item to note is that 95% of the sample consisted of migrants to the area; high percentages of in-migrants are characteristic of this part of Scotland.
Data Collection
Once students had responded to the initial email or letter, they were contacted and a time and date was set for a short, semi-structured telephone interview. Twenty interviews were recorded, each typically lasting 20-30 minutes. In the interviews and the focus groups, students were asked to comment on different aspects of their OU experience. Students were asked about their sense of being remote and how they felt about being described as remote. They were asked whether they felt like students, who they had contact with at the OU, and how they had made those connections. In addition to the recordings, interviewers took handwritten notes. The interviews took place in May and June 2009. Interviewees were invited to attend one of two focus group sessions held in the study area. Four people took part in these. Informed by an initial reading of the interview material, the focus groups were centered on the activities that made people feel like students and explored peer networks in more detail. Student responses were recorded by the researchers in note form.
Data Analysis
The taped interviews were reviewed immediately after recording and the interviewers took note of the major themes that emerged. Once all the interviews had been conducted, the tapes were reviewed and coded by each interviewer then compared to identify dominant themes (Baxter & Eyles, 1997) . These informed a partial transcription of the data where specific examples were identified to illustrate the coded themes (Punch, 2005) .
By reading the transcripts iteratively, it was possible to identify a number of common trends in students' perceptions. We describe these trends in the Findings section below and illustrate them with quotes from student responses. The aim was to paint as full a picture as possible of the variations in perspectives of respondents based on the principles of constant comparison (Glaser & Strauss, 1967) .
The relative openness of the coding in relation to the semi-structured nature of the collection methods employed led to a meaning-oriented analysis that could account for emergent themes. The use of specific examples to illustrate generic themes was also used as a way to focus on developing student-led narratives (Punch, 2005) . Overall, while the initial theoretical perspectives informed and framed the questions and responses, we felt that this open approach to coding meant that the researchers mapped the emergent themes from the data rather than onto the data (Dingwall, 1997) .
Findings
In this section, we describe the main themes arising from the coding under two headings: participants' perceptions of remoteness and their connections with the academic community of the university.
Remote from What?
We were interested in investigating students' understanding and experience of their location, especially their sense of being remote. The title of this paper and the beginning of this section reflect the initial response of many students to our question about whether they recognized themselves as living in a remote area: "[I] do not think of myself as remote, [name of place] is a big place, bigger services, lots of access, online shopping for clothes and education online."
Many of the respondents were keen to present remote rural life as a positive choice (95% of the sample had moved to the area from elsewhere). However, when we began to explore those perceptions in greater detail, a more subtle pattern emerged. Participants described access in relation to lack of choice in employment, economic, and educational opportunities. A sense of remoteness was apparent to participants when they had to access services that were geographically remote from them. For example, participants spoke about the difficulty of using public transport to access specialist health care or to visit relatives in hospital. This was also reflected in comments about accessing OU services that are delivered face-to-face.
I do, once I had gone to a tutorial, accessing that is a nightmare for someone without a car, I attended one in Glasgow, it meant an overnight stay . . . [I] missed last hour in order to get the bus back home . . . I realized just how remote I was [emphasis added].
The provision of a remote service or poor road networks and public transport contribute to the learner's sense of being remote. However, that sense of remoteness is accentuated by individual circumstances (such as lack of personal transport). While many remote rural students do access face-to-face sessions, they are not compulsory, and the main way that people access education is in their homes through study materials and in interactions with their tutor or fellow students on the Internet or the telephone.
Everyone within the sample had access to home broadband. It is clear that communication technology plays an important role in participants' understanding of remoteness because they were able to use online tools to access goods and services, and use of these is assumed to be integral to their way of life. Indeed, online tools are arguably more important in this context, where conventional alternatives are costly and time-consuming. In the examples, distance within distance education is subjective. It is a relational concept where accessibility is relative to an individual's location, their personal circumstances, and the means they employ to gain access. Distance is mediated by "the usual communication channels," or access to "online shopping."
In this section we explored how location and individual circumstances changed the way that students experienced blended learning at the OU. In this context, the students' sense of being remote depended not just on their geography and the physical character of places but also on what they were trying to access, on how they tried to access it, and on their individual circumstances. This illustrates the wide range of influences affecting students' experience of study and the need to understand access relationally. In the next section we consider the nature of student interactions and the different ties that students in this study have with the OU.
Networks, Ties, and Academic Communities
Our interest in students' interactions relates to the idea that developing a sense of belonging to an academic community is important to a university's retention and progression strategy (Yorke, 2004; Longden, 2006) . The value of this sense of community has been accepted among mainstream scholars, but establishing conditions that encourage it presents unique challenges to distance learning providers (Thomas, 2002) . In this study we wanted to establish what ties the participants had with different individuals at the university and how they were maintained. Haythornthwaite (2004) has described the factors influencing the development of strong and weak ties within online communities, and we have chosen to use his terminology here. In addition, we are interested in networks within rural development; for our purposes, networks are referred to as horizontal (local or between peers) and vertical (extra-local or within a hierarchical organization) (Arnason, Shuckmsith, & Vergunst, 2009 ). We use the term horizontal networks to refer to student peer networks and the term vertical networks to refer to the degree of integration with university staff.
The main tie that participants mentioned was their contact with and access to their personal tutors. Connections were made and ties maintained using online forums, email, group and individual telephone calls, and face-to-face meetings.
Tutor is always at the end of an email.
. . . using Elluminate and emails to keep in touch.
[I] have tutors who have been very keen to telephone tutorials . . . I had one-to-one [consultations by telephone] and I found them very useful.
The range of communication channels used reflects the strength of this tie (Haythornthwaite, 2005) . Participants reported infrequent communications with centrally based staff and stated that limited communication channels were available (among these, email dominates). These reports support other research in this area that suggests two distinct networks or academic communities exist within distance learning: course teams and office-based staff being one, and tutors and students the other (Correia & Davis, 2008) .
So far we have discussed vertical ties, which are connections between students and employees of the university, such as tutors and OU support staff. The tie with the tutor was seen as the main tie with the institution, and though the nature of the tie did vary, location did not seem to be a factor. When participants talked about being students or members of an academic community, they referred to connections with their peers, or horizontal ties. While contact with peers was a feature of campus-based study which some had experienced, it was unlikely to be a common feature in distance learning: "student life . . . [distance learning is a] different social experience. . . . I guess the same applies even if you are studying in a non-rural area."
Participants had established ties with their peers through forums, although the extent of their involvement varied considerably. The range of responses and involvement with forums within the sample was very similar to the involvement in online academic forums reported elsewhere (Paz Dennen, 2005) . However, their reflections on the content of forum discussions also indicate that discussions within the forums themselves can be overtly geographic.
The fact that I live 80 miles away from a big town. . . . and I am studying with the OU. . . . When I miss tutorials, I cant "nip," well, on the forums you have people talking about "nipping" into the local bookshop.
Some students told us that they rarely felt like students, while for others their identity as a student was important. Some felt most like OU students when they were attending exams, tutorials, and residential courses. Despite the issues around face-to-face connections, they were still seen as an important part of the student experience for many of the students. At the same time, these were experiences that made students feel different and reminded them of their remote locations: "[I've] got an exam coming up and that makes me feel like a student."
Some students have no desire to interact with their peers or their tutor, and some may even select distance learning for that very reason. Others do want contact with their tutors and peers. Participants spoke about the lack of like-minded people in their rural communities and wanted to get in touch with people who shared similar interests. The wish to connect with other like-minded people seemed to relate to a shared sense of being a student and the ability to learn about being a distance learning student from peers.
…[you experience] rural isolation as a learner, very few people like you, very few places to meet like-minded people.
In rural areas [you are] less likely to find other students studying your course.
In this context, distance education may be playing an important and distinctive role for remote students by providing opportunities for connections with like-minded people. These discussions were of interest because they reflected individuals' experience of their location. However, the benefits they saw were not course-specific; rather; they were social and related to learning how to be a distance learning student in what appears to be an implicit recognition of the additional emotional and cognitive demands of distance education.
Conclusions
This case study of remote rural distance learning students explores perceptions of remoteness in relation to two themes: access and accessibility as related to location and the individual and networks and ties within academic communities. Our findings indicate that it is difficult to characterize remote rural students as having uniform needs or requirements in terms of support from the university because of the variety and range of perspectives represented here. It is probably also true to say that many of the access challenges faced by remote students are common to urban students as well.
Participants understood remoteness in relation to what they were trying to access, to how they accessed it, and to their personal circumstances. This is in keeping with research that explores social inclusion and access in rural areas where geographic exclusion (remote rurality) may overlap and be accentuated by some forms of social exclusion (Shucksmith, 2000) , such as low income and lack of access to personal transport.
We explored the different ways in which the student experience was mediated through the various ties and connections between the university and the student. We found that the students' main connection was with their individual tutor, though the strength of these ties varied between modules, tutors, and individual students. This connection is a common experience with most distance students. Networks with peers were less common, which is a matter of concern as some have argued that horizontal peer networks may be integral to fostering academic communities to improve retention and progression (Thomas, 2002) .
Some participants reported feeling most like students (and thus members of an academic community) when attending face-to-face events like exams with fellow students, even though accessing distance services could make them feel remote. This emphasizes the role that maintenance of a range of contacts has in developing a sense of belonging (Haythornthwaite, 2005; Fuller & Paton, 2008) . However, location may be an important consideration if individuals experience other barriers that affect access (like income, work or caring responsibilities, and personal mobility) as location can accentuate exclusion.
It is important to bear in mind that education is just one of the services remote rural dwellers access, and distance learning for most students is a solitary, self-directed domestic activity. However, this case study suggests that for remote learners, place still matters. In the context explored here, individual understanding of remoteness depends on what students were attempting to access, on how they attempted to access it, and on individual circumstance. Online tools are part of the solution. Nevertheless, we must take care that a focus on availability and infrastructure does not obscure the importance of individual circumstances in shaping peoples' experience of place.
Further research is required to understand how we might account more fully for the role location and individual circumstances have in creating variations in student experience within our institution.
In relation to the context of this research, we have three recommendations for good practice in supporting remote rural distance students:
• provide induction and make students aware of the availability and value of online peer groups; • consider further developments in non-subject-based online networks for study support and the maintenance of community with fellow students; and • promote and maintain the use of locally based exam centers to alleviate accessibility issues.
